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It was a goal of this study to identify leadership strategies and other select 
variables such as instructional strategies, professional staff development, teacher-student 
relationship, parental support, and student academic motivation and their relationship 
with student achievement.  Pearson correlations, ANOVA, Alpha Cronbach, construct 
validity, and regression tests were used to analyze the data that had the greatest 
significance on student achievement scores.  The researcher concluded that instructional 
strategies, parental support, student academic motivation, and teacher expectation have 
the greatest significance on student achievement scores.  Recommendations were 
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In response to public pressure, the federal government passed the No Child Left 
Behind Act (NCLB) in 2001 to improve the educational system in the United States 
(Gruenert, 2005).  In order for states to receive federal funds, there were accountability 
standards on every public school in the United States (Gruenert, 2005).  Having 
accountability standards on every public school in the United States placed greater 
emphasis on student achievement outcomes.  This new phenomenon created a paradigm 
shift for school administrators, where they needed to spend more time in the classrooms 
analyzing teacher instruction and additionally, making it important for administrators to 
create meaningful staff development opportunities for teachers to increase their teaching 
skills.  NCLB was designed to raise standards for all students including: minorities, low 
socioeconomic status, special education status, and migrant and second language students 
(United States Department of Education [USDOE], 2008).  The notion of school 
administrators as instructional leaders is an idea that requires change in existing practices 
for school improvement.  To meet the expectations of student achievement that current 
legislation requires, it is important that best leadership practices are applied in local 
schools.  As states continue to implement new initiatives to increase student achievement, 
there is now another shift of academic objectives that are requiring educators to align 





Georgia is now responding to public pressures by implementing CCSS throughout the 
state. 
The quality of teachers and leaders in schools are two of the most important 
school-related factors influencing student achievement (Marzano, 2003).  A 
superintendent in the metropolitan Atlanta area is known to make the infamous statement 
that everything rises and falls on leadership, which supports the theory of the critical role 
that strong leadership has on student academic success.  The leadership of the local 
school is ultimately accountable for all instructional practices.  A leader is the individual 
who has a creative and initiator role in ensuring an organization to survive in line with its 
goals (Gulcan, 2012).  
Principals should serve as instructional leaders—not just generic mangers—in 
their school (Fink & Resnick, 2001).  The idea that principals are governing from a back 
office is no longer the reality in the 21st century.  Consequently, one of the major 
movements of school reform is the idea of developing principals as instructional leaders. 
Many districts have created academies to help develop their leaders before they enter the 
roles of principal, assistant principal, and/or county leader.  High stakes testing generally 
begins in third grade and there is an abundance of evidence that student achievement 
trajectories are stable once a child begins middle school, which makes it imperative to 
understand the experiences of instruction and social interactions in elementary school 
classrooms to understand a student's growth through elementary years (Pianta, Belsky, 





“Teacher Effects” studies have illustrated strong ties between student 
achievement gains and teacher/leader practices indicating that differential teacher 
effectiveness is a major dynamic in student learning.  Policy leaders are responding to 
this pressing concern with teacher and leader effectiveness as a major initiative in the 
school improvement agenda.  There is a strong need to hire effective teachers for the 
classroom and effective leaders to manage the schools.  Teacher retention is a strong 
concern for administrators with the turnover rate among beginning teachers increasing 
over 40% over the last 16 years (Future, 2010).  
In this study, the researcher investigates an elementary school in a metropolitan 
Atlanta school district.  While this school has received awards such as the 2011 Platinum 
Award for Greatest Gains Students Meeting and Exceeding 2011 Governors Award, there 
has been an increase in the level of accountability for administrators and teachers.  This 
study examines the effects of leadership practices and other select variables on student 
achievement for grades one through five.  There have been copious amounts of research 
that suggest school leadership impacts student academic success (Marzano, Waters, & 
McNulty, 2005).  United States' schools high-stakes testing practices have affected the 
approach to education in early education settings such as early learning centers 
(daycares), preschool, and elementary with transformations in instructional and 
educational practices (Fantuzzo, Bulotsk-Shearer, McDermott, McWayne, Frye, & 
Perlman, 2007). 
The research site along with its governing district measures student achievement 





education reform initiative, Georgia no longer uses the Criterion-Referenced Competency 
Test (CRCT) results for grades 3-5 to determine if an elementary school reaches 
Adequate Yearly Progress (AYP) status under NCLB (Schools, 2012); however, results 
are still used to measure a school’s progress in closing achievement gaps separated by 
subgroups.  Students’ promotional criteria in fourth grade are also measured by their 
performance on the CRCT.  In this school district, fourth grade students are required to 
pass all parts of the CRCT to be promoted to fifth grade.   
Student academic achievement is affected by many factors such as: instructional 
strategies, teacher-student relationship, parental support, student academic motivation, 
teacher expectations, and leadership practices.  The successful academic achievement of 
students in the local school may relate directly to the skills of local school leadership. 
Academic emphasis is an important element in explaining achievement in both 
mathematics and reading even when controlling socioeconomic status (SES), school size, 
student race, and gender (Hoy, Tarter, & Hoy, 2006).  School administrators can address 
the academic emphasis in their local schools by strategic planning, reviewing 
instructional materials, and staff development when being effective instructional leaders. 
County-created assessments are given throughout the district regardless of SES, school 
size, race, and gender; since results vary from school to school, this study examines some 
of the factors to explain this phenomenon.  
There is clear evidence through the research that suggests leadership has a direct 
correlation with student achievement.  A leader in the education field, Robert Marzano, 





achievement and leadership.  This was an extensive research that included 2,802 K-12 
schools in the United States and other countries with similar cultures between 1978 and 
2001 and based on the research, the findings indicated a positive correlation between 
effective school leadership and student achievement (Marzano, Waters, & McNulty, 
2005).  
Statement of the Problem 
Increased student achievement for all students has become the focus of policy 
makers with expectations that quality leadership will foster an increase in student 
achievement (Hallinger, 1992).  Currently, there is a strong demand in society for school 
reform and for schools to perform at higher levels with fewer resources.  Urban school 
districts have historically faced complex challenges that continue to distinguish them 
from their rural and suburban counterparts.  There are continual efforts to close the 
achievement gap between minority students and their white counterparts.  For the 2011-
2012 school year, over 11% of students in the metropolitan Atlanta school district used in 
this research, did not pass the mathematics portion of the CRCT, 9.1% did not pass the 
science portion of the CRCT, and 9.1% did not pass the social studies portion of the 
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When analyzing students’ performance in subgroups, the disparity is evident. 
Students with limited English proficiency and students with disabilities both had a failure 
rate of over 20% (Schools, 2012).  The research site, along with its governing district, 
utilizes interim tests quarterly to assess students’ progress continually as the year 
proceeds.  Students' performance on county-created assessments is used as instructional 
measures to prepare students to become successful on the CRCT.  The students’ 
performance on these common assessments continues to be an area of concern for local 
schools. 
Instructional strategies are an area that can affect student achievement particularly 
in the areas of math and science (Le, Lockwood, Stecher, Hamilton, & Martinez, 2009). 
Teacher instruction is a critical role in the facilitation of learning and the role of an 
administrator is to ensure that this process is occurring.  Oftentimes, school leaders do not 
observe effective instructional strategies being implemented in the classroom.  There are 
specific findings that suggest proper professional development that is directly targeted to 
the curriculum showed a positively related growth in student achievement (Schoen, 
Cebulla, Finn, & Fi, 2003).  At the research site, teachers utilize common assessments, 
and they have the autonomy to facilitate learning based on their instructional style.  
Schoen et al. found that positive growths in student achievement occurred when: 
• A spirit of cooperation with other teachers of the curriculum; 
• Completion of a professional development workshop focused on preparing 
teachers to teach the course; 





• Use of a variety of assessment methods.  (p. 255) 
These are all factors that administrators can help to monitor, and utilize effective 
leadership practices, to assist in creating an environment where teachers can be as 
creative as necessary to teach.  
 The core of good teaching has a strong element of positive teacher-student 
relationships.  Teacher-student attunement is “a special kind of inter-subjective 
relatedness in which there is a match of internal states and a sense of emotional 
connectedness between two individuals" (Poulsen & Fouts, 2001, p. 185).  
Administrators have the challenge of identifying effective teachers who can create a 
positive classroom for students.  For students who may have a learning disability, it is 
essential for teacher-student attunement (Poulsen & Fouts, 2001), where the teacher 
creates a positive learning environment.  There is overwhelming evidence that everyday 
positive classroom interactions between students and teachers predict more positive 
development for all children (Pianta, Belsky, Vandergrift, Houts, & Morrison, 2008). 
 Research continues to show us that parental variables will significantly affect a 
child’s academic progress (Gonzalez-Pienda, Nunez, Gonzalez, Alvarez, Roces, & 
Garcia, 2002).  Without the support from the home, it becomes difficult for teachers to 
develop academic experiences to help students learn meaningful content (Gonzalez-
Pienda et al., 2002).  School leaders have to be creative in developing and creating an 
inviting environment for parents, students, and teachers.  The partnership between the 





to create and maintain.  The challenge arises when leaders struggle to fully sustain a 
positive parental support environment, which directly affects student achievement.  
 Teachers who have high expectations of their students are critical in establishing a 
culture of high student achievement.  Teachers create the expectations in the classroom 
and many students then either meet or strive to meet the teachers’ expectations (Hoy, 
Tarter, & Hoy, 2006).  This can be problematic for administrators because they must 
ensure that they have effective teachers who have high standards for students.  School 
leaders are required to foster quality leadership in order to increased achievement goals 
established in this era of accountability.  
School culture and school leadership have been found to impact student 
achievement (Fink & Resnick, 2001).  A clear understanding of the leadership practices 
and other related variables would provide a deeper insight regarding the intensity to 
which these factors have on student achievement.  The challenge of continually 
increasing student achievement for all students is a goal for all schools. Increased 
accountability regulations continue to apply to student achievement and closing the 
disparity between subgroups.  Schools where the principal and other support 
administrators are not skilled in instructional leadership are unable to meet the many 
challenges of bridging the gap between students with disabilities and those without and 
minority students and their white counterparts.  Leadership gains greater importance 
when it promotes positive changes in a school.  Leadership plays a critical role in the 
success of an organization, and the specific type of leadership to best address students’ 





Purpose of the Study 
The purpose of this study is to identify the effects of leadership practices, 
instructional strategies, staff development, teacher-student relationships, parental support, 
student motivation, and teacher expectations on student academic achievement for grades 
one through five in one select elementary school located in a metropolitan Atlanta school 
district.  Due to the response to federal, state, and local policies aimed at raising student 
achievement, the increased daily responsibilities for teachers have intensified and 
expanded (Valli & Buese, 2007).  Findings from this study will provide insight as to 
which leadership practices influence teacher behaviors to increase student performance 
on county benchmark assessments as well as the state CRCT assessment.  Principals, 
regardless of the many factors that impact the school such as socioeconomic, parent 
involvement, and peer affiliation are ultimately held accountable for student achievement 
in their schools (Ross & Gray, 2006).  Once NCLB became law, it made states more 
accountable for their student academic achievement outcomes (Gruenert, 2005). 
Statewide testing is the measure that has been used to gauge academic student successes 
(Gruenert, 2005). 
The principals’ time is filled by the many daily demands on them to perform 
administrative functions, which may prevent them from becoming functional 
instructional leaders and neglecting the key role of being in the classroom where student 
achievement takes place or may not take place (Fink & Resnick, 2001).  The goal of this 
study is to help improve the educational situation of students at the research site. 





could impact administrators as instructional leaders.  If the relationship between 
educational leadership and student achievement is verified, this will assist in selecting 
candidates in administration who are able to encompass many of the qualities of an 
effective instructional leader.  School leaders will be able to use this information to enact 
school improvement initiatives that influence student achievement.  
The research district in this study serves more than 165,000 diverse students 
(Schools, 2012).  The school district reported that 53% of the students in the county are 
either African American or Hispanic (Schools, 2012); the importance of principals as 
instructional leaders in local schools is critical to the diversity that continues to increase 
in the county.  
Research Questions 
The following research questions are examined in this study: 
RQ1:  Is there a statistically significant relationship between student achievement 
and leadership practices? 
RQ2:  Is there a statistically significant relationship between student achievement 
and instructional strategies? 
RQ3:  Is there a statistically significant relationship between student achievement 
and professional staff development? 
RQ4:  Is there a statistically significant relationship between student achievement 
and teacher-student relationships? 
RQ5:  Is there a statistically significant relationship between student achievement 





RQ6:  Is there a statistically significant relationship between student achievement 
and student academic motivation? 
RQ7:  Is there a statistically significant relationship between student achievement 
and teacher expectations? 
RQ8:  If leadership practices impact student achievement how much does it 
compared to the other variables in this study? 
 
Significance of the Study 
This study will add to the literature of leadership for urban education as well as 
advance the research on student academic achievement.  For example, the teacher focus 
group and the survey instrument provide an in depth understanding of the relationship 
between leadership practices and other variables on student achievement.  This study will 
add to the literature of leadership for urban school districts as well as advance the 
research on continuous quality improvement leadership theory and culturally relevant 
theory. 
This study may impact policy and contributes to the field of educational 
leadership.  It will provide a framework for administrators to utilize in their local 
buildings to increase student academic achievement.  This is valuable information as 
research indicates administrators serving, as instructional leaders will have a direct 
relationship to student academic success.  The outcomes of this research can be used to 







Administrators’ influence has a substantial effect on student achievement and 
engagement (Marzano, 2003) and it is imperative that local schools have strong 
leadership.  There are select variables such as, leadership practices, instructional 
strategies, professional staff development, teacher-student relationships, parental support, 
student academic motivation and teacher expectations that have a direct correlation with 
student achievement on standardized assessments.  
Student promotion for grades 3-5 is based on students’ performance on the CRCT 
and the county-created assessments are used as an instructional piece to prepare students 
for the CRCT.  It is critical that administrators serve as instructional leaders in their 
building to help increase student achievement; as a result, leadership is an important 
factor in the success of schools.  The research questions listed previously guided this 











REVIEW OF THE LITERATURE 
 
 To offer a conceptual framework for the research reviewed, this chapter examines 
the theoretical literature and studies associated with the student academic achievement, 
leadership strategies, instructional leadership, transformational leadership, professional 
staff development, instructional strategies, teacher-student relationships, parental support, 
and teacher expectations.  
 
Student Academic Achievement 
 During the 1990s and early 2000s, Comprehensive School Reform and whole-
school reform were major factors in federal education reform efforts (Gross, Booker, & 
Goldhaber, 2009).  Currently, there are more than 53.6 million students enrolled in 
approximately 94,000 kindergarten through 12th grade schools in the United States, and 
the need for each of these students to receive a quality education has never been more 
important in such a global society (Marzano, Waters, & McNulty, 2005).  Student 
achievement is directly related to the quantity and quality of the instruction received in 
the classroom daily (Pianta, Belsky, Vandergrift, Houts, & Morrison, 2008). 
 The federal government has awarded $1.2 billion to state schools to reduce 
classroom sizes in hopes of improving student achievement (Milesi & Gamoran, 2006). 
Class-size reduction (CSR) is a popular school reform initiative.  Many educators hold 





student engagement thus, increasing student achievement.  Additionally, student 
academic achievement can be identified as a cumulative function of current and prior 
family, community, and school experiences, which identifies the critical role of 




Leadership has continued to be a phenomenon that has been researched for over 
the years.  Leaders are people within an organization, which in some way, are attempting 
to improve the organization by any means necessary (Marzano, Waters, & McNulty, 
2005).  Effective leadership comes with the ability of having influence.  Influence is 
important regardless of who is demonstrating it, the rationale behind it, or its outcome 
(Murphy & Louis, 1999).  As a leader it is crucial to exert influence on your members to 
be effective (Yukl, 2006).  “Leadership is the process of influencing others to understand 
and agree about what needs to be done and how to do it, and the process of facilitating 
individual and collective efforts to accomplish shared objectives” (Yukl, 2006, p. 8). 
In an organization where a person presents herself or himself as a leader, persons 
are more likely to become followers and, therefore, begin to follow the leadership of the 
leader (Jantzi & Leithwood, 1996).  Other scholars communicate the significance of how 
perception relates to a leader being effective and how key it is to factor perception into 
leadership theory (Fink & Resnick, 2001, Marzano, Waters, & McNulty, 2005).  As it 
relates to administrators being instructional leaders, it is imperative that leaders have 





influence instructional strategies is vital to being successful in a school-learning 
environment.  Being aware of the importance of the role as a leader and the influence that 
person has is critical to have teachers and stakeholders follow them to reach the 
organizational goal of student achievement (Barnett & McCormick, 2004).  If the leader 
is incapable of leading a group of dedicated followers, he/she could easily find 
themselves labeled ineffective.  Klenke (1996) described leaders as follows:  
Spellbinders and dreamers, pathfinders and trail blazers; they are champions such 
as Isabelle of Spain and Napoleon, saviors such as Florence Nightingale and 
Moses, servants such as Mother Theresa and Martin Luther King, and 
revolutionaries such as Rosa Luxemburg and Fidel Castro . . .  (p. 8) 
Contingent on factors such as, the metaphors and symbols applied to it, how it is 
studied, measured, and how it is used in practice is the many ways in which leadership 
can be defined (Klenke, 1996).  To define school leadership in the most simplistic terms 
would be the ability to efficiently run schools’ organizational arrangement (Cuban, 
1998).  However, a major critique of leadership is that “placing a strict definition on 
leadership constrains a depth understating of the phenomena, precludes persons to 
critically decipher what is an appropriate leader in their context, and hinders individuals 
from critically analyzing leadership situations" (Klenke, 1996, p. 9). 
 
Instructional Leadership 
Starting in the 1980s, there was a shift towards making schools more accountable, 
and since the principal is the primary person responsible for student achievement, the 





that the principal, serving as an instructional leader, to be intensely involved in the 
curriculum and instructional issues that directly affect student achievement (Cotton, 
2003).  For teacher support, it is important for the principal to be substantiated with 
knowledge in quality plus teaching strategies (Liontos, 1992).  Criticisms arise with 
instructional leadership because every successful leader was not a great classroom 
teacher; also, great leaders may not have a strong knowledge base regarding teaching but 
still effective in improving schools (Liontos, 1992).  Instructional leadership can have a 
top-down leadership affect and encompass hierarchies (Liontos, 1992).  Nelson, Carlson, 
and Palonsky (1996) argued, 
In the final analysis, it is the administrators who are responsible for the 
schools, and they must exert the leadership and accept the consequences for 
the outcomes of schooling.  Schools need effective leaders who can encourage 
learning, support and reward good teaching, make the schools satisfying 
places for students and teachers, and ensure that the community is served and 
the states’ mandates are followed.  (p. 340) 
The researcher argues that administrators have a direct relationship to the teaching 
practices that take place in classrooms.  School administrators should cultivate a culture 
of excellence by ensuring research based instructional strategies are being implemented 
in the classroom, parental involvement is encouraged and teachers empower students to 







According to Gurr (2000), when creating change in a school, these five 
dimensions of transformational leadership should be present: 
1. Technical leadership that involves sound management techniques. 
2. Human leadership that involves harnessing social and interpersonal potential. 
3. Educational leadership, whereas the principal demonstrates expert knowledge 
about education and schooling. 
4. Symbolic leadership that involves an emphasis on and modeling of important 
goals and behaviors. 
5. Cultural leadership in which the principal helps defines, strengthen, and 
articulate enduring values, beliefs, and cultural strands that give the school its 
identity over time.  (p. 6) 
Transformational leaders are able to effectively solve organizational concerns, but 
continue to create a sense of calm and confidence for the followers (Bass, 1990). 
Moreover, transformational leaders are able to create an environment where individuals 
are able to feel like a family.  At its highest level, transformational leadership practices 
will domino down to the management hierarchy, and in a school setting this would 
transfer from the administrators down to the teachers (Bass, 1990).  Transformational 
leadership is the greatest characteristic is that it converts others into leaders, which is 
critical for the local schools.  
 Additionally, transformational leaders are able to move their staff into roles of 





school reform and moving students to greater level of academic achievement. It is critical 
for the principal to empower other leaders in the building, which may make the principal 
not the sole transformational leader (Hallinger, 2003).  Transformational leadership has 
been studied extensively in regards to its effects on student achievement.  Some studies 
have found that there is a positive relationship between transformational leadership and 
student achievement (Jantzi & Leithwood, 1996; Hallinger, 2003). 
 Leithwood researched that transformational leadership has a small but 
educationally significant relationship on student achievement (Leithwood & Jantzi, 
2006).  The importance of the principal’s ability to be a transformational leader and 
create other leaders in the building who articulate a vision leads to increased student 
achievement (Hallinger, 1992; Murphy & Hallinger, 1992). 
 
Professional Staff Development 
 In an effort to increase student achievement, professional learning communities 
(PLCs) have been the new models for professional development in educational reform 
(Fullan, 2001).  Once schools increased their level of collaborative work cultures, these 
schools began to be identified as professional learning communities (Dufour & Eaker, 
1998).  According to Schmoker (2006), "Professional learning communities have 
emerged as arguably the best, most agreed-upon means by which to continuously 
improve instruction and student performance” (p. 106).  The importance of having a 
collaborative faculty is necessary in improving student achievement. Professional 
learning communities provides the opportunity for teachers to collaborate professionally.  





promotes awareness that public education must prepare students for the complex and 
rapidly evolving world (Hargreaves, 2003). 
 PLCs have a strong concentration on collective learning.  This school reform 
effort is implemented to equip teachers with the knowledge base to address the continual 
challenges that educators face when addressing the many barriers to positive student 
achievement (Schmoker, 2006).  This model of staff development requires a fundamental 
change in the traditional structure of schools.  One of the recommendations from the 
National Commission on Teaching and America’s Future was to reinvent teacher 
preparation and professional development by embedding professional development in 
teachers’ daily work through joint planning, study groups, peer coaching, and research. 
Effective professional staff development is outlined by having longevity, context 




For effective classrooms the instructional program must be rigorous and teachers 
must have the willingness and ability to integrate technology effectively in the 
instructional strategies (Katsinas & Moeck, 2002).  Technology in today’s classroom is 
explained in four ways:  “real-world experiences in the classroom, scaffolding that allows 
learners to participate in complex cognitive tasks, builds communities between teachers, 
students, parents, and other interested groups, and opportunities for teacher development” 





Another effective instructional strategy that influences student achievement is 
direct instruction.  Direct instruction consists of teacher modeling, task analysis, scripted 
lessons, choral responses, and frequent questioning of the learners with directed feedback 
(Stein, Carnine, & Dixon, 1998).  Strategy instruction parallels effective direct instruction 
in the fact they both utilize the teacher mastering an academic task.  Effective strategy 
instruction will include general study strategies, attribution, metacognition, procedural 
facilitators, advanced organizers, and elaboration (Swanson, 2001). 
In the effort to increase student achievement, instructional strategies that engage 
student during instruction segments reach students across all grade and ability levels, 
which includes students with disabilities, elementary school level, and high school 
students (Sutherland & Wehby, 2001).  A critical component of learning when it relates 
to student achievement is student engagement.  Learning has to be an interactive process 
between the teacher, student, parents and administrators.   
While investigating how much influence student participation and academic 
achievement affected each other, Finn (1993) conducted a study to determine the level of 
association.  He used data which included school engagement, socioeconomic status, 
teacher surveys, parent involvement, participation in academic and nonacademic school-
related activities, student, parent, administrators, and measure of academic performance 
in math, reading, social studies, and science from 18,307 eighth-grade students in 800 
public schools.  The results demonstrated an increase in student achievement as student 





Marzano (2003), in his research, described the top five instructional strategies that 
yielded the largest gains on student achievement (see Table 2). 
 
Table 2 
Marzano Instructional Strategies  




Extended Thinking Skills (compare/ 




2 Summarizing 34 
3 Vocabulary in Context 33 
4 Advance Organizers 28 




 The importance of strong teacher-student relationships could potentially affect a 
child’s perception of school as a healthy environment (Baker, Dilly, Aupperlee, & Patil, 
2003).  The emotional aspects of teacher-child interactions, such as teachers’ sensitivity 
and emotional warmth are associated with achievement gains in first-graders (Pianta, 
Belsky, Vandergrift, Houts, & Morrison, 2008).  This shows a direct correlation between 
the relationships a teacher has with their students and their student academic 
achievement.  Research on teacher-student attachment highlights the importance of 





students’ experiences at school (Klem & Connell, 2004).  In a sample of rural high school 
students, the students’ self-concept was related to the relationship they had with their 
teacher, and their self-concept was a significant predictor of academic motivation 
(Learner & Kruger, 1997). 
 Attachment theory is the foundation of teacher-student relationships.  Researchers 
have investigated this phenomenon and identified students who were held to high 
standards, treated students fairly, and communicated that each student was an important 
and appreciated member of the school displayed an increased level of engagement in 
academic endeavors and greater satisfaction with school (Baker, Dilly, Aupperlee, & 
Patil, 2003; Klem & Connell, 2004).  Positive teacher-student relationship impacts 
students’ perception of self as well as their behaviors.  The connection between student-
teacher relationships may be an important component in understanding student academic 
achievement, because of the extensive influence of student-teacher attunement (Murdock, 
Anderman, & Hodge, 2000). 
 
Parental Support 
There is evidence that suggests high risk factors such as poverty and low levels of 
achievement can be prevented by high-quality maternal relationships (O'Connor & 
McCartney, 2007).  Some scholars argue that educators have a fundamental “fear that 
parents could become disorderly and disruptive force” in school business (Cutler, 2000, 
p. 32).  As an administrator this mindset can be problematic and the research that 
supports the importance of parental support is substantial enough for parental support to 





of curiosity, a willingness to learn, a sense of discovery, a process for dealing with 
problems, and a facility with ideas” (Schubert, 1986, p. 158).  School leaders have to 
work with parents and other stakeholders to ensure that every child receives a quality 
education.  
The parent is one of the most critical stakeholders in a school.  Parents and their 
viewpoint should be solicited by school leaders (Horowitz, 1995).  Parents’ participation 
in their child’s academic success is important.  School leaders have the ability to facilitate 
parental involvement and should utilize this support to increase student achievement. 
Increased parental involvement in schools is considered an important “strategy to 
advance the effectiveness and improve the quality of education” (Driessen, Smit, & 
Sleegers, 2005, p. 509). 
Parental involvement, as one of the variables of student achievement, is very 
important for educational leaders to value because they are the most actively concerned 
community members.  Parents seek out “direct involvement through formal organizations 
such as Parent Teacher Association (PTA) and through informal communication with a 
variety of school personnel” (Schubert, 1986, p. 158).  As an instructional leader, it is the 
principals’ responsibility to channel the parental support in the most productive direction 
for the success of the students and the community.   
 
Teacher Expectations 
The instructional experts in the classroom are the teachers. Teachers “curricular 
knowledge and pedagogical experience are valuable assets to the school community” 





is critical when teacher expectations are paralleled with student academic achievement 
outcomes.  One of the critiques of teacher expectations is that teachers misjudge 
achievement rate of high achievers and low achievers (Gottfredson, Marciniak, Birdseye, 
& Gottfredson, 1995).  “Student characteristics such as physical attractiveness, 
socioeconomic status, race, use of Standard English, and retention status are related to the 
degree of discrepancy between teacher expectations for academic success and actual 
achievement" (Gottfredson, Marciniak, Birdseye, & Gottfredson, 1995, p. 155).  Teacher 
expectations have a direct impact on students’ performance and their peers.  
Students in higher tracks, where teacher expectations are higher, exerted 
substantially more effort than students in lower tracks (Carbonaro, 2005).  Much of the 
literature on teacher expectations focuses on increased student achievement when 
teachers formulate early expectations when addressing the learning potential of individual 
students in a class (Fuchs, Fuchs, & Phillips, 1994).  
 
Summary 
This chapter reviewed the literature on leadership practices and selects variables 
that affect student achievement.  The literature suggests that school reform is necessary 
for preparing students for the future and working in the global economy.  Administrators 
are key in facilitating schools to prepare the future leaders.  The literature calls for 
instructional and transformational leadership in schools and is vital to have successful 
schools.  Administrators can ensure that schools have “professional learning 





which to continuously improve instruction and student performance” (Schmoker, 2006,  
p. 106).  
Finally, the literature indicates that for effective classrooms they must be rigorous 
and teachers must have the willingness and ability to integrate technology effectively in 
the classroom (Katsinas & Moeck, 2002).  A review of the literature suggested that 
teachers must utilize research based instructional strategies to increase student 
achievement.  Teacher-student relationship, parental support, and teacher expectations are 
all variables that also directly affect student achievement.  
The purpose of this study is to identify the effects of leadership practices, 
instructional strategies, staff development, teacher-student relationships, parental support, 
student academic motivation and teacher expectations on student academic achievement. 
A better understanding of the relationship between leadership practices and the selected 
variables on student achievement could lead to better educational programs and 










Student achievement in this study is defined by student success on grades 1-5 
county-created assessments.  The researcher examined the relationship between student 
achievement and leadership strategies, professional staff development, instructional 
strategies, teacher-student relationships, parental support, and teacher expectation, which 
have been found to effect student academic achievement for grades 1-5 in a metropolitan 
Atlanta school.  Instructional and emotional aspects of students’ classroom experiences 
have an emerging consensus in predicting gains in student achievement (Pianta, Belsky, 
Vandergrift, Houts, & Morrison, 2008).  The components to be researched are 
instructional strategies, staff development, leadership practices, teacher-student 
relationship, and parental support and teacher expectations.  The indicated variables were 
studied through Maslow’s Hierarchy of Needs Theory, relational trust theory, and self-
determination theory. 
The primary framework to guide this study is Maslow’s Hierarchy of Needs 
Theory.  Maslow identified five essential sets that address human needs and their 
importance.  Maslow’s needs hierarchy is a content theory which is driven by the 
fundamental question, what motivates human behavior (Lunenburg & Ornstein, 2008). 
Maslow (Lunenburg & Ornstein, 2008) identified the human needs in the order presented 






                                                     
        
                                             















Figure 1.  Maslow's Hierarchy of Needs  
 
 In this study, the researcher took precautions to ensure that students had their 
physiological, safety, social, and esteem needs met.  Research took place during the 
normal school day where students received breakfast and lunch (physiological needs). 
Students and teachers were in their classroom, which was a familiar environment, and 
administrators continued to monitor hallways to ensure a safe learning environment 
(safety needs).  This study took place around familiar peers, classmates, and their 
homeroom teacher where a relationship had been established (social needs).  
 Maslow’s Hierarchy of Needs theory is a valuable conceptual framework for 
understanding student achievement in the school system.  According to Maslow’s needs 








Esteem needs (self-respect, recognition and 
respect for others) 
Social needs (affection, affiliation, friendship and love 
Safety needs (protection against danger, threat and deprivation 





their highest level of success.  It is important that teachers in the school system have a 
full understanding of this theory to meet the child where they are and provide them with 
the support they need to be successful.  Likewise, it is important for children to reach 
their highest level possible before they can begin to enjoy school.  
 Another theory demonstrated in this study is the Relational Trust Theory (RTT).  
A very important component in having successful teacher-student relationship is trust.  A 
binding component in personality and in understanding development, communication, 
personal relationships, and organizational behavior is trust (Couch & Jones, 1997).  Trust 
is also an important factor in relationship development (Hoy, Tarter, & Hoy, 2006).  RTT 
focuses on incorporating trust in decision-making and specifically relational partnerships. 
 RTT denotes the level of confidence a person has in a relationship and what 
positive sentiments are related to the relationship (Couch & Jones, 1997).  When people 
are engaging each other in social settings, individuals observe the behaviors of others, 
determine how they feel about it, and then this dictates how they respond.  Relational 
trust diminishes when individuals feel that people are not conducting themselves in 
appropriate manners and not fulfilling their obligations.  RTT theory argues that it is 
important to understand that completing a task in a manner that is correct and reverent is 
more important than just completing the task (Bryk & Schneider, 2002). 
 Applying RTT to schools, Bryk and Schneider researched how the relationship 
between the principal, parents, teachers, and students and each participant’s expectation 





administrators need to be fully aware of due to the harmony in mutual expectations and 
obligations that is the foundation of RTT (Bryk & Schneider, 2002).  
 Bryk and Schneider found three approaches to trust: organic, contractual, and 
relational.  Organic trust theoretical perspective relies on individuals trusting their leader 
and the system.  This form of trust relies on a sense of identity with the organization, and 
there is a high sense of morality, which allows members to enact in their lives a core set 
of beliefs (Bryk & Schneider, 2002).  Contractual trust relies on an exchange of services, 
and if contractual agreement is not adhered and all expectations are met then legal actions 
can take place.  Bryk and Schneider argued that in local schools there is no place for 
either of these types of trust because schools are so open and diverse that it is difficult to 
have all parties agree on beliefs.  Contractual is not appropriate for schools because of the 
structure of schools.  In relational trust, people will withdraw their trust if expectations 
between all parties are not met and agreed upon.  It is important to view relational trust 
theory as a whole to integrate all three approaches collaboratively to function in a school.  
 Self-determination theory is another theory that is important in this study. Self-
determination theory (SDT) theorizes that, “it is part of human nature to engage in 
activities, to exercise capacities, to pursue connectedness in social groups, and to 
integrate intra-physic and interpersonal experiences into a relative unity” (Deci & Ryan, 
2000, p. 229).  SDT identifies competence, autonomy, and relatedness as three 
psychological needs for individuals and if satisfied the individual will be self-motivated 





 SDT relates to this study in relation to the administrator being aware of the direct 
correlation with an individuals drive to pursue goals, domains, and relationships that will 
accommodate their need for satisfaction (Deci & Ryan, 2000).  There are four types of 
extrinsic motivation: external, introjected, identified, and integrates forms of regulation 
(Deci & Ryan, 2000).  Theorists of the SDT tradition contend that people are motivated 
to be a part of group and integrate themselves in activities that may be uninteresting to 
them but will beneficial to the functioning of the social world (Deci & Ryan, 2000). 
 
Definition of Variables 
Dependent Variable 
 Student achievement is defined as student performance on the county-created 
assessments and/or meeting the standards on the Criterion Referenced Competency Test. 
 
Independent Variables 
 Instructional Strategies:  For the purpose of this study, instructional strategies is 
defined as engagement during instructional segments that reach students across all grade 
levels and ability levels which includes students with disabilities, elementary school 
level, and high school students (Sutherland & Wehby, 2001). 
 Leadership practices:  People within an organization, which are in some way 
attempting to improve the organization by any means necessary (Marzano et al., 2005) 
and has the ability to influence people and increase the staff to move to greater 
responsibility, which consequently converts them into leaders.  
 Parental support:  The level in which a student’s parent is actively involved in 





 Professional Staff development:  “Those processes and activities designed to 
enhance the professional knowledge, skills, and attitudes of educators so that they might, 
in turn, improve the learning of students” (Guskey, 2000, p. 16). 
 Student Academic Motivation:  For the purpose of this study, student academic 
motivation will be defined as the motivation or beliefs that the students are actively 
participating in the school setting and have a desire to be successful in the classroom.  
 Teacher expectations:  A teacher’s pedagogical knowledge and understanding of 
the curriculum and the expectancy level in which the teacher assesses students’ 
knowledge. A teacher’s image and view of a students’ ability influenced but not limited 
to their race, socio-economic status, and sex.  
 Teacher-student relationships:  The interaction between the teacher and the 
student and students feelings of importance and part of the school community, which 
enhances the students’ experiences at school (Klem & Connell, 2004). 
 
Relationship among the Variables 
The researcher hypothesizes that there is a significant relationship between the 
independent variables and student academic achievement for grades 1-5 in a metropolitan 
Atlanta school (see Figure 2).  The intended goal of the study is to understand which of 
the variables directly influence student achievement.  Maslow’s Hierarchy Theory asserts 
that once a student has achieved all levels of needs then they should be able to perform 
successfully in the local schools.  Relational Trust Theory and Self-Determination Theory 
both rely heavily on the administrators creating an atmosphere of support and trust.  
 


















Figure 2.  Relationship among the Variables  
 
This study contends that student achievement will increase if there are effective 
instructional strategies being implemented in the classroom.  School leaders serving as 
transformational leaders have the ability to empower teachers to practice effective 
instructional strategies in the classroom.  Likewise, school leaders creating a learning 
environment where there is collaboration and a strong element of teacher autonomy will 
establish an environment for this to take place.  Teachers can strengthen their skills by 
participating in effective professional staff development through professional learning 
communities.  Strong parental support and clear teacher expectations will create a 
Instructional Strategies 
Leadership Practices 




Student Academic Motivation 
Dependent Variable 







positive learning environment in the classroom and should transfer into increased student 
achievement scores.  It is the hope of the researcher that this study will support the idea 
that instructional strategies, leadership practices, professional staff development, parental 
support, teacher-student relationship, teacher expectation and positive student academic 
motivation will increase student achievement on county-created assessments and state 
assessments.    
 
Limitations of the Study 
 
As with any investigative study, there are certain areas that are beyond the 
researcher’s control.  Although this is a quantitative study, there is only a single research 
instrument used in this study.  Results may be skewed with self-reported data from 
participants.  Also the researcher works at the investigation site and is a direct supervisor 
of the teacher participants.  Lastly, this study was only done at one site, so there is limited 
generalization.   
 
Summary 
 This study will help school administrators identify specific factors that will help 
support student achievement in local schools.  This will aid administrators in 
understanding which theoretical frameworks support positive relationships between 
student teacher, teacher-administrator, and community-school.  Despite the limitations in 
this study, facilitating strong leadership and instructional practices will result in stronger 






 This chapter gives background information of the school used to explore the 
relationship between student achievement and leadership strategies, professional staff 
development, instructional strategies, teacher-student relationships, parental support, and 
teacher expectations which have been found to effect student academic achievement for 
grades 1-5 in a metropolitan Atlanta school.  In addition, the survey instrument used in 
this study is included.  
 
Research Design 
 A quantitative approach was used to explain how the effects of leadership 
practices and select variables affect student achievement for grades 1-5 in a metropolitan 
Atlanta school.  This study used a quantitative approach to parallel the achievement 
scores of classrooms with their level of parental support, professional staff development, 
and the leadership strategies in the local school.  
 
Description of the Setting 
 The research site was established in 1993.  It began with an enrollment of 900 
students in 1993 and saw the enrollment increase to over 1,183 in 1998.  By 2002, the 
school population reached 1,657 students.  The community has a diverse range in 
education and demographics.  There are 47 different languages in the community. 





members of the community into the school.  Some examples of the high level of parent 
involvement at this school are the weekly parent involvement days, where parents 
volunteer their time at the school during the day.  
 The school district that houses the research site is very similar to neighboring 
large urban school districts.  The district's 2012-2013 Fact Sheet states that the county 
serves over 161,000 students in over 131 schools.  The school’s mission currently is 
based on the premise that every student can learn.  This school has been identified as a 
Title 1 institution. 
 The setting for this study is in a kindergarten through fifth grade elementary 
school in northeast Georgia.  Over 50% of the staff members at this school have 























The teaching faculty also ranges in years of experience (see Figure 4).  Over half 
of the teaching staff has more than six years of experience.  There are also teachers who 
have been there since the school was established.  There is a strong sense of community 
with the faculty at Johnson Academy.  The administrative team at Johnson Academy 
consists of one principal and three assistant principals.  Under the No Child Left Behind 
designations during the 2010-2011 school year, the school was designated by the 







Figure 4.  Teachers' Years of Experience, 2010-2011 
 
 The student population at the research site is very diverse.  The county in which 
this school is located has a demographic of (a) African American 28%, (b) Asian/Pacific 
Islander 10%, (c) Hispanic 25%, (d) Multiracial 4%, (e) Native American 0.4%, and  
(f) white 33% (The Broad Prize, 2010).  Students at Johnson Academy participate in a 
host of extracurricular activities to encourage high student involvement.  There are also a 
wide variety of intervention services provided for students to bridge the achievement gap 
between white and black students.  Students are able to participate in Saturday school 












intervention, and morning success maker sessions.  Due to the large free-and reduced 
lunch population at the school, many of these activities are provided for students free of 
charge.  The United States Department of Education has identified Johnson Academy as a 
Title 1 school due to the large number of students on free and reduced lunch.  Due to this 
identifier, the federal government provides financial assistance to the local school to help 
support the purchase of instructional materials.  Table 3 includes the historical enrollment 
demographics of students at Johnson Elementary School. 
 
Table 3  
Historical Enrollment Demographics  
School Year  
2009 - 2010 2010 - 2011 2011 - 2012 
Enrollment 1,305 863 819 
 Asian 5% 5% 6% 
 Black/African American 48% 43% 41% 
 Hispanic or Latino (any race) 33% 29% 28% 
 Multiracial 2% 5% 6% 
 White 11% 17% 19% 
Special Education 10% 10% 10% 
English Speakers of Other Languages (ESOL) 16% 13% 12% 
Free/Reduced Lunch 79% 79% 78% 






Data Collection Procedures 
 The following lists the procedures taken in this study: 
 1. Obtained approval from the Institutional Review Board at Clark Atlanta 
University.  
 2. Obtained approval from the local school district to complete research. 
 3. Teachers completed survey instrument that measures their perceptions 
regarding leadership practices, instructional strategies, professional staff 
development, teacher student relationships, parental support, student academic 
motivation, and teacher expectations.  
 4. On teacher surveys that were created, teachers included their 2012-2013 
county-created language arts, science, math, reading, and social studies 
assessment scores. 
 5. On teacher surveys that were created, teachers included their 2012-2013 
CRCT scores.  
 6. Surveys from classroom teachers were used to assess effects of leadership 
practices and other select variables on student achievement. 
 
Participants/Location of Research 
 The sample selection for this study included public school teachers at the 
elementary level.  The participants in this study are classroom teachers, which include 
support teachers who support classroom teachers through the inclusion model.  Support 
teachers at the research location are identified as specials teachers, special education 





share a similar classroom experience with the homeroom teacher because they are in the 
classroom with the students everyday and have created a relationship with the students 
that is separate of the homeroom teachers.  The inclusion model for support is practiced 
at the research location, where special education and English Learners are supported in 
the general education setting instead of a pull-out model.   
  The survey was conducted at the research site.  There was a level of 
confidentiality amongst the survey applicants to maintain integrity.  All surveys were 
kept in a secured location and the researcher did not have access to the surveys until the 
survey window was closed.  Prior to meeting with any of the participants, the researcher 
supplied each teacher with a consent information sheet.  The researcher informed 
teachers of the data collection process for the research, and informed them anonymity 
will be ensured to all teachers.  
 
Sampling Procedures 
 “The process of selecting a sample that is believed to be representative of a given 
population” (Gay, Mills, & Airasian, 2009, p. 134), and in this study the researcher used 
purposive sampling.  The researcher used this process of sampling due to the knowledge 
of the participants’ role at the research site.   
 
Instrumentation 
 The instrument used to measure student achievement was the Georgia Criterion 
Referenced Competency Test (CRCT) and county-created language arts, science, social 
studies, math, and reading assessments.  The relationship among the variables were 





school year and the results of the county-created assessments for the 2012-2013 school 
year.  A survey instrument, developed by the researcher in consultation with the 
dissertation committee, included 35 questions that related to instructional strategies, 
leadership practices, professional staff development, parental support, teacher student 
relationships, teacher expectations, and student academic motivation.  Table 4 shows the 
alignment of the variables and survey questions. 
 
Table 4 
Alignment of the Variables and Survey Questions 
Variable Research Questions Survey Questions 
Demographic Information    
Dependent Variable      
 Student Achievement   1-2 
Independent Variables    
 Leadership Practices RQ1: Is there a statistically significant 3-7 
  relationship between student  
  achievement and leadership  
  practices?  
 Instructional Strategies RQ2: Is there a statistically significant 8-11 
  relationship between student  
  achievement and instructional  
  strategies?  
 Professional Staff Development RQ3: Is there a statistically significant 12-16 
  relationship between student  
  achievement and professional  






Table 4 (continued) 
 
Variable Research Question Survey Question(s) 
 Teacher-Student Relationship RQ4: Is there a statistically significant 17-20 
  relationship between student  
  achievement and teacher-student  
  relationships?  
 Parental Support RQ5: Is there a statistically significant 21-25 
  relationship between student  
  achievement and parental  
  support?  
 Student Academic Motivation RQ6: Is there a statistically significant 26-31 
  relationship between student  
  achievement and student   
  academic motivation?  
 Teacher Expectations RQ7: Is there a statistically significant 32-35 
  relationship between student  
  achievement and teacher  
  expectation?  
 RQ8: If leadership practices impact  
  student achievement, how much  
  does it compare to the other  




 The survey instrument was tested for construct validity using the item-to-scale 
correlation analysis.  Leadership practices and survey questions 3-7 that measure that 





each case a significance of .000; therefore, there is a significant relationship between 
each item and leadership practices, as can be seen in Table 5. 
 
Table 5  
Leadership Practices Validity 
 LeadPrac 3 4 5 6 7 
Pearson Correlation   1 .844** .863** .720** .812** .847** 
Sig. (2-tailed)  .000 .000 .000 .000 .000 
LeadPrac 
N 89 89 89 89 89 89 
  
 Instructional Strategies and survey questions 8-11 that measure that variable have 
a correlation of 8 (.759), 9 (.696), 10 (.787), 11 (.770), and in each case a significance of 
.000; therefore, there is a significant relationship between each item and leadership 
practices, as can be seen in Table 6. 
 
Table 6  
Instructional Strategies Validity  
 InstructStrat 8 9 10 11 
Pearson Correlation   1 .759** .696** .787** .770** 
Sig. (2-tailed)  .000 .000 .000 .000 
InstructStrat 
N 90 90 90 90 90 
 
 Professional Staff Development and survey questions 12-16 that measure that 





each case a significance of .000; therefore, there is a significant relationship between 
each item and professional staff development, as can be seen in Table 7. 
 
Table 7  
Professional Staff Development Validity 
 ProfStaffDev 12 13 14 15 16 
Pearson Correlation 1 .737** .783** .767** .832** .641** 
Sig. (2-tailed)  .000 .000 .000 .000 .000 
ProfStaffDev 
N 90 90 90 90 90 90 
 
 Teacher Student Relationships and survey questions 17-20 that measure that 
variable have a correlation of 17 (.889), 18 (.842), 19 (.844), and 20 (.850); therefore, 
there is a significant relationship between each item and teacher student relationship, as 
can be seen in Table 8. 
 
Table 8  
Teacher-Student Relationship Validity 
 TeachStudRel 17 18 19 20 
Pearson Correlation 1 .889** .842** .844** .850** 
Sig. (2-tailed)  .000 .000 .000 .000 
TeachStudRel 
N 88 88 88 88 88 
 
Parental Support and survey questions 21-25 that measure that variable have a 





significant relationship between each item and parental support, as can be seen in Table 
9. 
 
Table 9  
Parental Support Validity  
 ParSupp 21 22 23 24 25 
Pearson Correlation 1 .714** .760** .859** .720** .673** 
Sig. (2-tailed)  .000 .000 .000 .000 .000 
ParSupp 
N 90 90 90 90 90 90 
 
 Student Academic Motivation and survey questions 26-31 that measure that 
variable have a correlation of 26 (.627), 27 (.812), 28 (.794), 29 (.767), 30 (.796), and 31  
(.704); therefore, there is a significant relationship between each item and student 
motivation, as can been seen in Table 10.  
 
Table 10  
Student Academic Motivation Validity 
 StudAcMot 26 27 28 29 30 31 
Pearson Correlation 1 .627** .812** .794** .767** .796** .704** 
Sig. (2-tailed)  .000 .000 .000 .000 .000 .000 
StudAcMot 
N 91 91 91 91 91 91 91 
 
 Teacher expectations and survey questions 32-35 that measure that variable have 





significant relationship between each item and teacher expectations, as can been in Table 
11. 
 
Table 11  
Teacher Expectations Validity 
 TeachExpect 32 33 34 35 
Pearson Correlation 1 .786** .915** .888** .863** 
Sig. (2-tailed)  .000 .000 .000 .000 
TeachExpect 




 The survey was also tested for reliability using the Cronbach Alpha test.  Table 12 
shows that each variable was found to be reliable seeing that the Cronbach Alpha 
coefficient in each case was above the generally acceptable level of .700.  
 
Table 12  
Leadership Practices:  Reliability Statistics 
  Cronbach's Alpha Based Number of 
Independent Variables Cronbach's Alpha on Standardized Items Items 
Leadership Practices .810 .922 6 
Instructional Strategies .800 .862 5 
Professional Staff Development .792 .883 6 
Teacher-Student Relationship .830 .931 5 
Parental Support .792 .878 6 
Student Academic Motivation .787 .897 7 






Working with Human Subjects 
 The researcher was granted permission from the school district; the study was 
completed in to review student achievement data.  The school system’s identity will not 
be revealed to ensure anonymity for all selected participants in the study.  Teachers that 
were identified to participate in the survey and interview process were informed that they 
had the right to discontinue or withdraw from the study at any time.  
 
Statistical Applications 
 The application Statistical Package for the Social Sciences (SPSS) was used to 
analyze the data collected from the survey instruments.  The researcher then analyzed the 
information to identify significant relationships between the dependent and independent 
variables and the impact these relationships have on student academic achievement for 
grades 1-5 in a metropolitan Atlanta School.  The variables were analyzed to identify a 
regressions analysis between the variables through the SPSS program. 
 
Summary  
 Title 1 schools have a consistent history of failing to increase student achievement 
in the State of Georgia since 2006. This research is designed as a quantitative 
investigation to determine the effects of leadership practices and select variables on 
student achievement for grades 1-5 in a metropolitan Atlanta school. Conducting a survey 
and analyzing student achievement scores.  Using this data, the investigator examined the 






ANALYSIS OF THE DATA 
 The purpose of this study was to examine the extent of leadership practices and 
select variables on student achievement for grades 1-5 in a metropolitan Atlanta school. 
The researcher utilized a quantitative approach to provide depth and understanding to this 
study.  Data were collected through surveys and student test scores provided by the 
teachers.  The data sources that were collected were all used to help provide answers to 
the research questions and establish relationship between the variables.  Survey 
instruments to the teachers through traditional paper and pencil model.  Surveys were 
analyzed to identify relationships between variables and student achievement.  
 
Overview of Data Collection and Analysis 
 Data were collected three ways:  (a) standardized assessments results, (b) county- 
created assessments, and (c) teacher surveys.  Teachers at the research site were 
administered a survey instrument that assessed their perception regarding leadership 
practices, instructional strategies, professional staff development, teacher-student 
relationships, parental support, student academic motivation, and teacher expectations. 
Standardized and county-created assessment scores were obtained from teachers and 
notated on survey instruments.  The teacher surveys were distributed to all teachers that 






 Figure 5 reveals the experience level of the survey participants.  From the figure it 
can be seen that 15.4% are in the 1-5 years range, 31.9% have 6-10 years experience, 
34.1% are in the 11-20 range, 12.1% are in the 21-25 years range, and 6.6% have over 26 












Figure 5.  Teachers' Years of Experience, 2012-2013 
 
Data in Response to the Research Questions 
 
 The data are now presented to answer the research questions. 
 
RQ1:  Is there a statistically significant relationship between student achievement 











 According to the correlations test, county-created language arts assessment scores 
and leadership practices have a correlation of .020 and a significance of .884; therefore, 
there is no significant relationship (see Table 13).   
 
Table 13  
Teacher Survey Correlation: County-Created Language Arts Assessments 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson .020 -.043 -.003 -.119 .110 .064 -.044 
Sig (2-tailed) .884 .751 .982 .389 .418 .637 .743 
N 57 57 57 55 56 57 57 
 
 County-created science assessment scores and leadership practices have a 
correlation of -.071 and a significance of .616; therefore, there is no significant 
relationship (see Table 14).  
 
Table 14  
Teacher Survey Correlation: County-Created Science Assessments 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson -.071 -.096 -.103 -.231 -.043 -.091 -.255 
Sig (2-tailed) .616 .487 .454 .097 .757 .507 .060 
N 53 55 53 54 55 55 55 
 
 County-created social studies assessment scores and leadership practices have a 
correlation of -.046 and a significance of .748; therefore, there is no significant 





Table 15  
Teacher Survey Correlation: County-Created Social Studies Assessments 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson -.046 -.224 -.167 -.251 -.214 -.130 -.240 
Sig (2-tailed) .748 .107 .233 .075 .127 .353 .084 
N 51 53 53 51 52 53 53 
 
 County-created math assessment scores and leadership practices have a 
correlation of -.152 and a significance of .250; therefore, there is no significant 
relationship (see Table 16).  
 
Table 16  
Teacher Survey Correlation: County-Created Math Assessments 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson .152 -.108 -.196 -.145 -.080 .126 .029 
Sig (2-tailed) .250 .406 .130 .273 .545 .334 .825 
N 59 61 61 59 60 61 61 
 
 County-created reading assessment scores and leadership practices have a 
correlation of .061 and a significance of .663; therefore, there is no significant 





Table 17  
Teacher Survey Correlation: County-Created Reading Assessments 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson .061 -.133 -.134 -.174 -.053 -.049 -.220 
Sig (2-tailed) .663 .333 .329 .212 .704 .725 .107 
N 53   55    55   53   54   55   55 
 
 According to the correlations revealed in the CRCT scores and the teacher 
surveys, CRCT language arts scores and leadership practices have a correlation of -084 
and a significance of .533; therefore, there is no significant relationship (see Table 18).   
 
Table 18  
Teacher Survey Correlation: CRCT Language Arts Scores 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson -.084 .197 .014 .110 .307 .052 -.129 
Sig (2-tailed) .533 .131 .917 .411 .018 .693 .325 
N    58    60   60    58    59    60    60 
 
 CRCT science scores and leadership practices have a correlation of -.210 and a 






Table 19  
Teacher Survey Correlation: CRCT Science Scores 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson -.210 .189 .052 .221 .355 .204 -.031 
Sig (2-tailed) .120 .155 .698 .102 .007 .125 .820 
N    56    58   58    56    57    58    58 
 
 CRCT social studies scores and leadership practices have a correlation of -.084 
and a significance of .533; therefore, there is no significant relationship (see Table 20).  
 
Table 20  
Teacher Survey Correlation: CRCT Reading Scores 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson .089 .229 .094 .131 .264 .535 .282 
Sig (2-tailed) .514 .084 .484 .335 .048 .000 .032 
N    56    58   58   56    57    58    58 
 
 CRCT math scores and leadership practices have a correlation of .101 and a 
significance of .450; therefore, there is no significant relationship (see Table 21).  
 
Table 21  
Teacher Survey Correlation: CRCT Math Scores 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson .101 .274 .101 .155 .415 .279 -.022 
Sig (2-tailed) .450 .034 .444 .245 .001 .031 .867 






 CRCT reading scores and leadership practices have a correlation of .089 and a 
significance of .514; therefore, there is no significant relationship (see Table 22). 
 
Table 22  
Teacher Survey Correlation: CRCT Social Studies Scores 
 LeadPrac InstrucStrat StaffDev TeachStudRel ParentSup StudActMot TeacherExpect 
Pearson -.084 .197 .014 .110 .307 .052 -.129 
Sig (2-tailed) .533 .131 .917 .411 .018 .693 .325 
N 58 60 60 58 59 60 60 
 
RQ2: Is there a statistically significant relationship between student achievement 
and instructional strategies? 
 According to the correlation tests, county-created language arts Assessment 
scores and instructional strategies have a correlation of -.043 and a significance of .751; 
therefore, there is no significant relationship (see Table 13).  County-created science 
assessment scores and instructional strategies have a correlation of -.096 and a 
significance of .487; therefore, there is no significant relationship (see Table 14).  
County-created social studies assessment scores and instructional strategies have a 
correlation of -.224 and a significance of .107; therefore, there is no significant 
relationship (see Table 15).  County-created math assessment scores and instructional 
strategies have a correlation of -.108 and a significance of .406; therefore, there is no 
significant relationship (see Table 16).  County-created reading assessment scores and 
instructional strategies have a correlation of -.133 and a significance of .333; therefore, 





 CRCT language arts scores and instructional strategies have a correlation of .197 
and a significance of .131; therefore, there is no significant relationship (see Table 18).  
CRCT science scores and instructional strategies have a correlation of .189 and a 
significance of .155; therefore, there is no significant relationship (see Table 19).  CRCT 
social studies scores and instructional strategies have a correlation of .197 and a 
significance of .131; therefore, there is no significant relationship (see Table 20).  CRCT 
math scores and instructional strategies have a correlation of .274 and a significance of 
.034; therefore, there is a significant relationship (see Table 21).  CRCT reading scores 
and instructional strategies have a correlation of .229 and a significance of .084; 
therefore, there is a significant relationship (see Table 22).  
RQ3: Is there a statistically significant relationship between student 
achievement and professional staff development? 
 According to the correlation tests, county-created language arts assessment scores 
and staff development have a correlation of -.003 and a significance of .982; therefore, 
there is no significant relationship (see Table 13).  County-created science assessment 
scores and staff development have a correlation of -.103 and a significance of .454; 
therefore, there is no significant relationship (see Table 14).  County-created social 
studies assessment scores and staff development have a correlation of -.167 and a 
significance of .233; therefore, there is no significant relationship (see Table 15). County-
created math assessment scores and staff development have a correlation of -.196 and a 
significance of .130; therefore, there is no significant relationship (see Table 16).  





.134 and a significance of .329; therefore, there is no significant relationship (see Table 
17).  
 CRCT language arts scores and staff development have a correlation of .014 and a 
significance of .917; therefore, there is no significant relationship (see Table 18). CRCT 
science scores and staff development have a correlation of .052 and a significance of 
.698; therefore, there is no significant relationship (see Table 19).  CRCT social studies 
scores and staff development have a correlation of .014 and a significance of .917; 
therefore, there is no significant relationship (see Table 20).  CRCT math scores and staff 
development have a correlation of .101 and a significance of .444; therefore, there is no 
significant relationship (see Table 21).  CRCT reading scores and staff development have 
a correlation of .094 and a significance of .484; therefore, there is no significant 
relationship (see Table 22). 
RQ4:    Is there a statistically significant relationship between student 
achievement and teacher-student relationships? 
According to the correlation tests, county-created language arts assessment scores 
and teacher-student relationships have a correlation of -.119 and a significance of .389; 
therefore, there is no significant relationship (see Table 13).  County-created science 
assessment scores and teacher-student relationships have a correlation of -.231 and a 
significance of .097; therefore, there is no significant relationship (see Table 14). County-
created social studies assessment scores and teacher-student relationships have a 
correlation of -.251 and a significance of .075; therefore, there is no significant 





relationships have a correlation of -.145 and a significance of .273; therefore, there is no 
significant relationship (see Table 16).  County-created reading assessment scores and 
teacher-student relationships have a correlation of -.174 and a significance of .212; 
therefore, there is no significant relationship (see Table 17). 
 CRCT language arts scores and teacher-student relationships have a correlation of 
.110 and a significance of .411; therefore, there is no significant relationship (see Table 
18).  CRCT science scores and teacher-student relationships have a correlation of .221 
and a significance of .102; therefore, there is no significant relationship (see Table 19).  
CRCT social studies scores and teacher-student relationships have a correlation of .110 
and a significance of .411; therefore, there is no significant relationship (see Table 20).  
CRCT math scores and teacher-student relationships have a correlation of .110 and a 
significance of .411; therefore, there is no significant relationship (see Table 21).  CRCT 
reading scores and teacher-student relationships have a correlation of .131 and a 
significance of .335; therefore, there is no significant relationship (see Table 22).     
RQ5:  Is there a statistically significant relationship between student achievement 
and parental support? 
According to the correlation tests, county-created language arts assessment scores 
and Parental Support have a correlation of .110 and a significance of .418; therefore, 
there is no significant relationship (see Table 13).  County-created science assessment 
scores and parental support have a correlation of -.043 and a significance of .757; 
therefore, there is no significant relationship (see Table 14).  County-created social 





significance of .127; therefore, there is no significant relationship (see Table 15).  
County-created math assessment scores and parental support have a correlation of  
-.080 and a significance of .545; therefore, there is no significant relationship (see Table 
16).  County-created reading assessment scores and parental support have a correlation of 
-.053 and a significance of .704; therefore, there is no significant relationship (see Table 
17).  
CRCT language arts scores and parental support have a correlation of .307 and a 
significance of .018; therefore, there is a significant relationship (see Table 18).  CRCT 
science scores and parental support have a correlation of .355 and a significance of .007; 
therefore, there is a significant relationship (see Table 19).  CRCT social studies scores 
and parental support have a correlation of .307 and a significance of .018; therefore, there 
is a significant relationship (see Table 22).  CRCT math scores and parental support have 
a correlation of .415 and a significance of .001; therefore, there is a significant 
relationship (see Table 21).  CRCT reading scores and parental support have a correlation 
of .264 and a significance of .048; therefore, there is a significant relationship (see Table 
20). 
RQ6: Is there a statistically significant relationship between student   
achievement and student academic motivation? 
 According to the correlation tests, county-created language arts assessment scores 
and student academic motivation have a correlation of .064 and a significance of .637; 
therefore, there is no significant relationship (see Table 13).  County-created science 





-.091 and a significance of .507; therefore, there is no significant relationship (see Table 
14).  County-created social studies assessment scores and student academic motivation 
have a correlation of -.130 and a significance of .353; therefore, there is no significant 
relationship (see Table 15).  County-created math assessment scores and student 
academic motivation have a correlation of .126 and a significance of .334; therefore, 
there is no significant relationship (see Table 16).  County-created reading assessment 
scores and student academic motivation have a correlation of -.049 and a significance of 
.725; therefore, there is no significant relationship (see Table 17).  
 CRCT language arts scores and student academic motivation have a correlation of 
.052 and a significance of .693; therefore, there is no significant relationship (see Table 
18).  CRCT science scores and student academic motivation have a correlation of .204 
and a significance of .125; therefore, there is no significant relationship (see Table 19).  
CRCT social studies scores and student academic motivation have a correlation of .052 
and a significance of .693; therefore, there is no significant relationship (see Table 22).  
CRCT math scores and student academic motivation have a correlation of .279 and a 
significance of .031; therefore, there is significant relationship and there is an inverse 
relationship between the variable (see Table 21).  CRCT reading scores and student 
academic motivation have a correlation of .535 and a significance of .000; therefore, 
there is significant relationship between the variable (see Table 20). 
RQ7:  Is there a statistically significant relationship between student achievement 





According to the correlations, county-created language arts assessment scores and 
teacher expectations have a correlation of -.044 and a significance of .743; therefore, 
there is no significant relationship (see Table 13).  County-created science assessment 
scores and teacher expectations have a correlation of -.255 and a significance of .060; 
therefore, there is no significant relationship (see Table 14).  County-created social 
studies assessment scores and teacher expectations have a correlation of -.240 and a 
significance of .084; therefore, there is no significant relationship (see Table 15).  
County-created math assessment scores and teacher expectations have a correlation of 
.029 and a significance of .825; therefore, there is no significant relationship (see Table 
16).  County-created reading assessment scores and teacher expectations have a 
correlation of -.220 and a significance of .107; therefore, there is no significant 
relationship (see Table 17). 
CRCT language arts scores and teacher expectations have a correlation of -.129 
and a significance of .325; therefore, there is no significant relationship (see Table 18).  
CRCT science scores and teacher expectations have a correlation of -.031 and a 
significance of .820; therefore, there is no significant relationship (see Table 19).  CRCT 
social studies scores and teacher expectations have a correlation of -.129 and a 
significance of .325; therefore, there is no significant relationship (see Table 22).  CRCT 
math scores and teacher expectations have a correlation of -.022 and a significance of 
.867; therefore, there is no significant relationship (see Table 21).  CRCT reading scores 
and teacher expectations have a correlation of .282 and a significance of .032; therefore, 





RQ8:  If leadership practices impact student achievement how much does it 
compared to the other variables in this s study? 
A regression analysis was used to test this research question.  According to the 
regression analysis, parental support is the variable that has the greatest impact on CRCT 








Variables Entered/Removed (a) 
Model Variables Entered Variables Removed Method 
1 ParentSupp . Stepwise (Criteria: Probability-of-
F-to-enter <= .050, Probability-of-
F-to-remove >= .100). 
 
a Dependent Variable: CRCT LA 
 
 
According to the regression analysis, parental support has the greatest impact on 
CRCT science achievement scores (see Table 24); parental support has the greatest 
impact on CRCT social studies achievement scores.  Leadership practices have a 
secondary impact to parental support (see Table 25).  In addition, parental support has the 
greatest impact on CRCT math achievement scores.  Leadership practices have a 









Regression Analysis of CRCT Science 
 
Variables Entered/Removed a 
 Variables  Variables   
Model Entered Removed Method 
1 ParentSupp  Stepwise (Criteria: Probability-of-F-to-enter <= .050, 
   Probability-of-F-to-remove >= .100). 
2 LeadPrac  Stepwise (Criteria: Probability of F to enter <= .050, 
   Probability of F to remove >= .100). 
 










Variables Entered/Removed a 
 Variables  Variables   
Model Entered Removed Method 
1 ParentSupp  Stepwise (Criteria: Probability-of-F-to-enter <= .050, 
   Probability-of-F-to-remove >= .100). 
2 LeadPrac  Stepwise (Criteria: Probability of F to enter <= .050, 
   Probability of F to remove >= .100). 
 















Regression Analysis of CRCT Math 




Variables Entered/Removed a 
 Variables  Variables   
Model Entered Removed Method 
1 ParentSupp  Stepwise (Criteria: Probability-of-F-to-enter <= .050, 
   Probability-of-F-to-remove >= .100). 
 
a.  Dependent Variable:  CRCT MA 
 
According to the regression analysis, student academic motivation has the greatest 




Regression Analysis of CRCT Reading 
 
Variables Entered/Removed a 
 Variables  Variables   
Model Entered Removed Method 
1 StudAcMot  Stepwise (Criteria: Probability-of-F-to-enter <= .050, 
   Probability-of-F-to-remove >= .100). 
 














CRCT Scores and County-Created Assessment Correlations 
 In this section, the following tables describe significances and correlations 
between county-created assessments and CRCT scores.  
 
CRCT Language Arts 
CRCT language arts scores and county-created language arts assessments have a 
correlation of .600 and a significance of .000; therefore, there is a significant relationship.  
CRCT language arts scores and county-created science assessments have a correlation of 
.494 and a significance of .000; therefore, there is a significant relationship.  CRCT 
language arts scores and county-created social studies assessments have a correlation of 
.137 and a significance of .339; therefore, there is no significant relationship.  CRCT 
language arts scores and county-created math assessments have a correlation of .306 and 
a significance of .026; therefore, there is a significant relationship.  CRCT language arts 
scores and county-created reading assessments have a correlation of .483 and a 
significance of .000; therefore, there is a significant relationship (see Table 28). 
 
Table 28  
Correlations: CRCT Language Arts Scores and County-Created Assessments 
 LA Science SS Math Reading 
 Assessments Assessments Assessments Assessments Assessments 
CRCT LA Pearson .600 .494 .437 .306 .483 
Sig (2-tailed) .000 .000 .339 .026 .000 







CRCT science scores and county-created language arts assessments have a 
correlation of .571 and a significance of .000; therefore, there is a significant relationship. 
CRCT science scores and county-created science assessments have a correlation of .416 
and a significance of .002; therefore, there is a significant relationship.  CRCT science 
scores and county-created social studies assessments have a correlation of .273 and a 
significance of .052; therefore, there is a significant relationship.  CRCT science scores 
and county-created math assessments have a correlation of .318 and a significance of 
.023; therefore, there is a significant relationship.  CRCT science scores and county-
created reading assessments have a correlation of .478 and a significance of .000; 
therefore, there is a significant relationship (see Table 29). 
 
Table 29  
Correlations: CRCT Science Scores and County-Created Assessments 
 LA Science SS Math Reading 
 Assessments Assessments Assessments Assessments Assessments 
CRCT Science       
    Pearson .571 .416 .273 .318 .478 
Sig (2-tailed) .000 .002 .052 .023 .000 
N    49    53    51    51    51 
 
CRCT Social Studies 
CRCT social studies scores and county-created language arts assessments have a 





CRCT social studies and county-created science assessments have a correlation of .677 
and a significance of .000; therefore, there is a significant relationship. CRCT social 
studies and county-created social studies assessments have a correlation of .583 and a 
significance of .000; therefore, there is a significant relationship.  CRCT social studies 
and county-created math assessments have a correlation of .156 and a significance of 
.273; therefore, there is no significant relationship.  CRCT social studies and county-
created reading assessments have a correlation of .615 and a significance of .000; 
therefore, there is a significant relationship (see Table 30). 
 
Table 30  
Correlations: CRCT Social Studies and County-Created Assessments 
 LA Science SS Math Reading 
 Assessments Assessments Assessments Assessments Assessments 
CRCT Social Studies       
    Pearson .664 .677 .583 .156 .615 
Sig (2-tailed) .000 .000 .000 .273 .000 
N    49    53    51    51    51 
 
CRCT Math 
CRCT math scores and county-created language arts assessments have a 
correlation of .610 and a significance of .000; therefore, there is a significant relationship. 
CRCT math scores and county-created science assessments have a correlation of .615 and 
a significance of .000; therefore, there is a significant relationship.  CRCT math scores 





significance of .002; therefore, there is a significant relationship.  CRCT math scores and 
county-created math assessments have a correlation of .569 and a significance of .000; 
therefore, there is a significant relationship.  CRCT math scores and county-created 
reading assessments have a correlation of .707 and a significance of .000; therefore, there 
is a significant relationship (see Table 31). 
 
Table 31  
Correlations: CRCT Math Scores and County-Created Assessments 
 LA Science SS Math Reading 
 Assessments Assessments Assessments Assessments Assessments 
CRCT Math Pearson  .610 .615 .426 .569 .707 
Sig (2-tailed) .000 .000 .002 .000 .000 
N    49    53    51    51    51 
 
CRCT Reading 
CRCT reading scores and county-created language arts assessments have a 
correlation of .368 and a significance of .009; therefore, there is a significant relationship. 
CRCT reading scores and county-created science assessments have a correlation of .267 
and a significance of .053; therefore, there is a significant relationship.  CRCT reading 
scores and county-created social studies assessments have a correlation of .142 and a 
significance of .320; therefore, there is no significant relationship.  CRCT reading scores 
and county-created math assessments have a correlation of .408 and a significance of 





created reading assessments have a correlation of .272 and a significance of .054; 
therefore, there is a significant relationship (see Table 32). 
 
Table 32  
Correlations: CRCT Reading Scores and County-Created Assessments 
 LA Science SS Math Reading 
 Assessments Assessments Assessments Assessments Assessments 
CRCT Reading Pearson  .368 .267 .142 .408 .272 
Sig (2-tailed) .009 .053 .320 .003 .054 
N    49    53    51    51    51 
 
Summary of CRCT Scores and County-Created Assessment Correlations 
 The data were further used to identify the significance of the correlations between 
CRCT scores and county-created assessments.  The analyses of data from the surveys 
suggest (a) there is a significant correlation between CRCT language arts assessments 
and county-created language arts, science, math, and reading assessments; (b) There is 
significant correlation between CRCT science assessments and county-created language 
arts, science, social studies, math and reading assessments; (c) There is a significant 
correlation between CRCT social studies assessments and county-created language arts, 
science, social studies, and reading assessments; (d) There is a significant correlation 
between CRCT math assessments and county-created language arts, science, social 
studies, math, and reading assessments; (e) There is a significant correlation between 






County-Created Assessments by Years of Experience 
 The data were further used to see if there were any variances in county-created 
achievement scores based on teacher experiences.  The ANOVA was used to test if there 
are significant differences in student achievement scores based on teacher experience.  
The data analysis showed that only on county-created language arts assessments were 
there any significant differences based on teacher experience (see Table 33).  
 
Table 33 
County-Created Assessment by Years of Experience 
  Sum of  Squares df Mean Square F Sig. 
County-Created LA                                      Between Groups
Within Groups 
Total 









County-Created SC    
                                     




   797.155 
13022.590 
13819.745 






County-Created SS     
                                    




   1163.265 
22099.036 
23262.302 






County-Created MA     
                                     




  2387.429 
32002.210 
34389.639 






County-Created RD     




   917.125 
18241.602 
19158.727 












 A post hoc test was done to identify where the significant differences lay.  The 
years of experience were clustered into five ranges.  The ranges were identified as: (1) 1-
5 years, (2) 6-10 years, (3) 11-20 years, (4) 21-25 years, and (5) 26+ years.  The post hoc 
test shows that there is a significant difference in language arts scores at the .046 level 
between experience groups 3, 11-20 years of experience and group 5, 26 and over years 
of experience (see Table 34). 
 
Table 34  
Post Hoc Test of Differences in County-Created Language Arts Scores 
 Grouping Variable Mean   
Dependent Variable Years of Experience Difference Std. Error Sig. 
County-Created LA          1                              
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Table 34 (continued) 
 
 Grouping Variable Mean   
Dependent Variable Years of Experience Difference Std. Error Sig. 
County-Created LA             5                           
                                                                          
                                                                          



















 A Title I elementary school, from a metropolitan Atlanta School participated in 
this research study.  Data were collected in two ways: standardized assessment results, 
county-created assessment results, and teacher surveys.  
 The analysis of the data revealed the following: (a) there is a significant 
relationship between CRCT math scores and instructional strategies, (b) there is a 
significant relationship between CRCT reading scores and instructional strategies, (c) 
there is a significant relationship between CRCT language arts, science, social studies, 
math, and reading scores and Parental Support, (d) there is a significant relationship 
between CRCT math and reading scores and student academic motivation, and (e) there 






FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
 
Purpose of the Study 
The purpose of this study was to examine the effects of the leadership practices 
and select variables that affect student achievement for Grades 1-5 in a metropolitan 
Atlanta School.  A teacher survey was created to identify teacher perceptions regarding: 
leadership practices, instructional strategies, professional staff development, teacher-
student relationships, parental support, student academic motivation, and teacher 
expectations and parallel them with student achievement scores to identify any 
correlations.  
Research Methods 
 A quantitative method was used in this research study.  The quantitative portion 
of the research focused on the possible relationships that may exist between student 
achievement and leadership practices, instructional strategies, staff development, teacher 
student relationships, parental support, student academic motivation, and teacher 
expectations.  The research design required the use of the correlation, ANOVA, and 
regression to test the research questions.  The Cronbach Alpha was used to test the survey 
for reliability while item-to-scale correlations were used to test it for construct validity. 







 As a result of the analysis from Chapter V, the researcher has concluded the 
following findings to the research questions that guided the study.  
RQ1: Is there a statistically significant relationship between student achievement 
and leadership practices? 
The analysis of the data revealed that at the research site there was no statistical 
significance between student achievement and leadership practices.  CRCT language arts, 
math, science, social studies, and reading scores and county-created language arts, 
science, social studies, math, and reading assessments displayed no significant 
relationship with leadership practices.  
RQ2: Is there a statistically significant relationship between student achievement 
and instructional strategies? 
The analysis of the data revealed that there was no significance between county-
created language arts, science, social studies, math, and reading assessments and 
instructional strategies; however, there was significance between CRCT math and CRCT 
reading scores and instructional strategies.  There was no significance between CRCT 
language arts, science, and social studies scores and instructional strategies.   
RQ3: Is there a statistically significant relationship between student 
achievement and professional staff development? 
 The analysis of the data revealed that there is no significance in the relationship 
between county-created language arts, science, social studies, math, and reading scores 





significance in the relationship between CRCT language arts, science, social studies, 
math, and reading scores and professional staff development.  
RQ4:    Is there a statistically significant relationship between student 
achievement and teacher-student relationships? 
 The analysis of the data revealed that there is no significance in the relationship 
between county-created language arts, science, social studies, math, and reading scores 
and teacher-student relationships.  The analysis of data also revealed that there is no 
significance in the relationship between CRCT language arts, science, social studies, 
math, and reading scores and teacher-student relationships.  
RQ5:  Is there a statistically significant relationship between student achievement 
and parental support? 
 The analysis of the data revealed that there is no significant relationship between 
county-created language arts, science, social studies, math, and reading scores and 
parental support; however, there is a significant relationship between CRCT language 
arts, science, social studies, math, and reading scores and parental support.  The analysis 
suggests that parental support has a positive relationship with students’ performance on 
the CRCT.  
RQ6: Is there a statistically significant relationship between student   
achievement and student academic motivation? 
The analysis of the data revealed that there is no significant relationship between 
CRCT language arts, science, and social studies scores and student academic motivation; 





student academic motivation.  The analysis suggests that student academic motivation has 
a positive relationship with student achievement.  The analysis of the data revealed that 
there is no significant relationship between county-created language arts, science, social 
studies, math, and reading scores and student academic motivation.  
RQ7:  Is there a statistically significant relationship between student achievement 
and teacher expectations? 
 The analysis of the data revealed that there is no significant relationship between 
county-created language arts, science, social studies, math, and reading scores and 
teacher expectations.  The analysis of data also revealed that there is no significance in 
the relationship between CRCT language arts, science, social studies, math, and reading 
scores and teacher expectations.   
RQ8:  If leadership practices impact student achievement how much does it 
compare to the other variables in this study? 
 The researcher discovered that the correlations did not reveal a significant 
relationship between leadership practices and the dependent variable.  The regression 
analysis revealed that leadership practices had a secondary impact on CRCT science and 
social studies scores, and parental support was the leading variable on student 
achievement except for in reading.  Student academic motivation had the largest impact 
on student achievement scores on CRCT reading.  
 
Significant Findings 
 At the research location, parental support had the overall greatest impact on 





of the CRCT.  On county-created assessments, none of the measured variables had a 
significant impact on student achievement.  In academic areas such as math and reading, 
instructional strategies did display significance in achievement scores.  Math and reading 
are two academic areas that administrators and teachers place a heavy emphasis on, 
which would explain why instructional strategies would have a positive affect on student 
achievement scores.  Professional staff development and teacher-student relationships 
had no significant relationship to student achievement in this study.  As a result, the 
researcher concluded that for the population of this study, parental support has the 
greatest impact on student achievement.  
 
Implications 
 This study was conducted to ascertain the effects of leadership practices and 
select variables on student achievement.  The findings indicated that parental support, 
student academic motivation, instructional strategies, and teacher expectations have a 
greater impact on student achievement than leadership practices.  As a result, three 
implications have been revealed as a result of this study.  
 First, researchers such as Driessen, Smit, and Sleegers (2005) support the idea 
that increased parental involvement in schools is a critical strategy to advance the 
effectiveness and improve the quality of education.  Researchers support the notion that 
parental support is an essential component to a child’s success in school.  Educators have 
not discredited the importance of parental support in school; furthermore, this study 
illustrates the value educators have placed on parental support.  The findings suggest that 





that teachers and administrators have to cultivate parent involvement more strongly 
particularly in Title I schools where research shows parental support to be weak. 
Secondly, the analysis of the data revealed that student academic motivation also 
has a significant impact on student achievement.  The implication that is evident from 
these findings is that in the subject areas of math and reading, students who were 
intrinsically motivated performed better than their peers on the CRCT.  It is important to 
gain further knowledge of what practices motivated the students to be successful. 
Educators have to create positive learning environments where students can flourish and 
feel successful.  This study revealed that students who are motivated to be successful are 
the ones who have the highest gains in achievement.  
Next, the findings in this study revealed that teachers’ instructional strategies 
were very significant in the success of students in math and reading.  School leaders can 
investigate the instructional strategies that are implemented in the Math and Reading 
classrooms and ensure that those best practices are being used in all subject areas.  The 
instructional activities that were inspired from Quality Plus Teaching Strategies had a 
positive effect in the two subject areas that are commonly used to determine promotion 
for students.  Teachers at the research location may benefit from selecting strategies from 
Quality Plus Teaching Strategies that can be incorporated in their classroom activities.  
Lastly, the findings in this study indicated that there is a shared responsibility 
between the local school and the home environment as it relates to student achievement. 
Teachers, parents, and school leaders are all essential stakeholders that assume 






Limitations of the Study 
The limitations to this study included the following:  analyses were limited to a 
single elementary public school located in one metropolitan area; there was a single 
instrument to collect data on independent variables and it was self reported; the 
researcher worked at the research site; and CRCT scores were limited to students in 
grades three through five from one elementary school located in one metropolitan area. 
 
Recommendations 
Recommendations are provided for educational leaders, education programs and 
stakeholders that influence educational policy and future researchers.  
 
Recommendations for Educational Leaders  
• Educational leaders must cultivate parental involvement.  As a result, they 
need to be equipped with the knowledge, skills and disposition to invigorate 
all educational stakeholders.    
• Educational leaders in the local schools must monitor and ensure that 
classroom teachers are maintaining regular communication with all of their 
student’s parents.   
• Educational leaders need to ensure that conflicts between school personnel, 
students and/or parents are resolved in a timely manner.   
• Educational leaders must ensure that parents feel welcomed in the school and 





• Educational leaders have to ensure that there is a heavy focus on research 
based instructional strategies being implemented in classrooms with a heavy 
concentration on math and reading.  
• Educational leaders must create Professional Learning Communities for 
teachers and support staff.  
 
Recommendations for Teacher Preparation Programs 
• Teacher preparation programs also have the responsibility of preparing quality 
educators once they have completed the educational programs.  
• Teacher preparation programs need to have courses preparing educators on 
research based instructional practices as well as effective ways to motivate 
students.  
The research from this study found that student academic motivation has a significant 
relationship with student achievement.  
 
Recommendations for Classroom Teachers 
Today’s educators are faced with the many facets of the classroom such as 
common core curriculum changes, higher degrees of accountability, and new evaluation 
systems.  In addition to Quality Plus Teaching Strategies, 
• Classroom teachers should seek professional development opportunities to 
assist in effective classroom instruction.  
• Teacher expectations have a strong relationship to student achievement in 
reading; therefore, it is critical that classroom teachers have high expectations 





• All classroom teachers should be engaging in research based instructional 
practices to ensure they are being effective in increasing student achievement 
for all students.   
• Classroom teachers should seek out training to effectively differentiate 
instruction to all student populations inclusive of students with disabilities and 
English learners.  
• Classroom teachers must facilitate positive relationships with parents to 
encourage participation.    
• Classroom teachers must utilize assessments data to drive instructions.   
 
Recommendations for Future Researchers 
 The findings in this study revealed that instructional strategies have a significant 
impact on student achievement.  
• Future researchers must begin to study the effects of select instructional 
strategies to identify which strategies have the greatest influence on student 
achievement.  It was also revealed in this study that parental support showed a 
significant impact on student relationship.   
• As a result, it is also recommended that future researchers study effective 
practices for educational leaders to cultivate parental involvement in schools. 
In addition, the area of teacher expectations is also needed for further 
investigation.    
• Student academic motivation emerged as a significant variable in the research. 





evaluating the factors that influence student academic motivation.  Schools 
should also incorporate programs that incorporate student goal setting.  
• Although leadership strategies did not display a significant relationship to 
student achievement in this study, it is still recommended that future 
researchers conduct further investigations focusing on leadership styles of 
local school leadership teams and leadership strategies that positively impact 
student achievement.    
• Additionally, a larger study should be conducted including other elementary, 
middle, and high schools, to validate the findings of this study.  
 
Summary 
 It was a goal of this study to identify leadership strategies and other select 
variables such as: instructional strategies, professional staff development, teacher-student 
relationship, parental support, and student academic motivation and their relationship 
with student achievement.  This study revealed through use of the correlation, ANOVA, 
Alpha Cronbach, construct validity and regression tests based upon survey results the 
variables that have the largest significance on student achievement scores.  The 
researcher concluded that instructional strategies, parental support, student academic 
motivation, and teacher expectations have the greatest significance on student 
achievement scores.  Recommendations were suggested for classroom teachers, 












Survey on Student Achievement  
 
*All responses will be kept confidential* 
 
Please complete the response that is most accurate. 
 




  1. Please indicate your classroom County-Created Assessment scores average _______ 
 
  2. Please indicate your classrooms CRCT score passing average__________________ 
 
Please respond to each of the following statements by placing a checkmark in the blank 
underneath the response that represents your answer: SA (strongly agree), A (Agree), 
D (disagree), or SD (strongly disagree).  
 
  3. The principal gives purpose, meaning, and direction to the school. 
SD  D  A  SA 
 
  4. The principal is an instructional leader for the school. 
 SD  D  A  SA 
 
  5. The principal allows for me to take leadership roles in the school and my classroom.  
 SD  D  A  SA 
 
  6. The focus at our school is “teaching and learning.” 





  7. The administrative team provides opportunities for me to grow professionally. 
 SD  D  A  SA 
 
  8. The instructional practices in my classroom are direct results of my student 
achievement scores. 
 SD  D  A  SA 
 
  9. Planning for improvement is a collaborative process involving appropriate school 
staff. 
SD  D  A  SA 
 
10. I differentiate my instruction to meet the needs of all learners.  
 SD  D  A  SA 
 
11. Technology is effectively integrated in the classroom. 
SD  D  A  SA 
 
12. My school provides effective staff development that I am able to implement in my 
classroom. 
 SD  D  A  SA 
 
13. Professional staff developments allow me to grow professionally. 
 SD  D  A  SA 
 
14. I have been provided with the staff development necessary to teach the adopted 
curriculum.  
 SD  D  A  SA 
 
15. There are individuals available to model effective instructional strategies. 
 SD  D  A  SA 
 
16. County facilitated staff development is encouraged and I participate in them. 
 SD  D  A  SA 
 
17. Meaningful relationships are valued with my students. 
 SD  D  A  SA 
 
18. Students know what the expectations for behavior are in the school. 
SD  D  A  SA 
 
19. Rules are published in my school. 






20. I provide numerous opportunities for students to ask questions to me if they do not 
understand a question 
 SD  D  A  SA 
 
21. Communication between home and school is timely and appropriate.  
 SD  D  A  SA 
 
22. I maintain regular communication with all of my student’s parents. 
 SD  D  A  SA 
 
23. Conflicts between school personnel, students and/or parents are resolved in a timely 
manner. 
 SD  D  A  SA 
 
24. The school welcomes parental involvement in its activities.  
 SD  D  A  SA 
 
25. My students’ parents attend all after school functions.  
 SD  D  A  SA 
 
26. The students in my class complete all homework assignments. 
 SD  D  A  SA 
 
27. I recognize good students’ behavior with positive feedback. 
 SD  D  A  SA 
 
28. Overall, students display appropriate behavior at our school. 
 SD  D  A  SA 
 
29. I provide rewards and incentives for students in my classroom for displaying 
positive behavior. 
 SD  D  A  SA 
 
30. Students in my school practice good work habits. 
 SD  D  A  SA 
 
31. Students in my school learn about respect for self and others. 
 SD  D  A  SA 
 
32. I believe that all of my students can be successful. 
 SD  D  A  SA 
 
33. I am proud to be a teacher/staff member at my school.  





34. My work is evaluated fairly in my school.  
 SD  D  A  SA 
 
35. Students at my school are managed in a firm, fair and consistent manner. 
SD  D  A  SA 
 
 




























I am a graduate student at Clark Atlanta University conducting research to investigate the 
effects of leadership practices and select variables on student achievement for Grades 1-5 
at Johnson Elementary.  This study may further the understanding of factors that affect 
student achievement.  I believe that this information will help educational leaders 
throughout the district.  
  
Information obtained in this study will not be shared with other teachers, administrators, 
parents, or district leaders.  There are no known risk factors with your participation in this 
investigation.  Through your voluntary participation in this study, your perspective and 
accounts are valued.  
 
If you have any questions or concerns, please feel free to call me at 404-660-6911. If you 
prefer to email me, you can reach me at rodriguezjohnson53@gmail.com.  
 





Clark Atlanta University 
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